Abstract | This article presents and briefly discusses the results from a survey conducted with English teachers of the third cycle and secondary education in Portugal as part of a study on multiple literacies and Web 2.0 in English as a foreign language (EFL) classroom (Cardoso). Based on the answers provided, it can be assumed that among this group of teachers, new technologies tend to be part of their professional practice. However, it is unclear if digital tools have been used to actually promote more innovative ways of teaching or just as a different way to approach more traditional methods. Moreover, it seems that suitable guidance, training and further development of appropriate materials are required to facilitate and better integrate new technologies in the EFL classroom.
INTRODUCTION
Thi s article is based on a study on multiple literacies and Web 2.0 in English as a foreign language (EFL) classroom (Cardoso) . The study involved a survey conducted with English teachers of the third cycle and secondary education in Portugal through an online questionnaire which was made available from February 7 th to March 31 st , 2017. The aim of this article is to present the most relevant data collected along with a brief discussion on the results.
The article is organized into four main parts. In the first part, a brief theoretical background on multimodality, multiple literacies and the Web 2.0 and its implications for learning are presented. The second part is dedicated to describing the methodology of the study. In the third part, the most general data from the study are presented and discussed. The last part presents additional comments along with a brief presentation of some documents and initiatives concerning the use of technology for learning, and more specifically for language learning, in the European Union and Portugal as a way to further support the meaningful and effective use of digital tools in language learning. THEORETICAL BACKGROUND Communication, Society, and Learning Discourse and social interactions have been greatly impacted by new technologies, especially the Web 2.0. Since the onset of the Internet and the increasing levels of globalization, language and meaning-making have also undergone significant changes. In the face of such transformations it is possible to identify two types of 'revolution' (Kress, "Gains and Losses" 6) : one that is related to the modes of representation, in which it is possible to observe a change from the central role of writing to the increasing significance of the image; and a second one which concerns the media of dissemination, in which the medium of the screen has been gaining a central role in relation to the medium of the book. These two major changes, or e -TEALS no. 8 (2017) by understanding their potentials for meaning. From this perspective, understanding how those modes work on the screen poses a central issue of discussion to learning (Jewitt, Technology 12) . The development of new technologies, and especially the advances in Web 2.0 technologies, has created not only new discourses or forms of interaction and other forms of integration, or opportunities, but also further divisions (Cope and Kalantzis, New Learning 18) . Therefore, education and literacy have to be rethought in order to address the new forms of discourses and the wide range of multimodal texts that are mainly supported by new technologies. Furthermore, as pointed out by Cope and Kalantzis, "[education] is also expected to provide solutions for inequality, poverty, and prejudice, as well as to enable social justice, cohesive sociality, job skills, scientific discoveries, wealth creation, personal fulfillment and self-realisation" (19) .
It is clear, however, that literacy cannot be understood as, nor limited to, learning how to read and write as it has been usually considered. Thus, concepts such as 'visual literacy', 'new literacies', 'digital literacies', and 'multimodal literacies', which have been used to describe and point the way towards new practices of discourse impacted by technology, need to be addressed in education.
Digital literacy, for example, refers to the ability to perform some competences in digital environments. In the past, the concept was related more to technical competences (e.g. computer literacy); however, as it cannot be restricted to technical use only, and since nowadays it involves different competences, it is also possible (and maybe more relevant) to talk about digital literacies (Buckingham 77) . Besides learning how to understand and use different modes in the medium of the screen, it is also necessary to develop other skills, such as, but not limited to: Internet searching; hypertext navigation; knowledge assembly (that is, knowing how to gather and compare information from diverse sources); content evaluation; online safety; and online etiquette. Mastering the technical aspects of the new technologies, therefore, is not so essential -especially considering the increasing number of user-friendly technologies available -in comparison to other competences mentioned, which seem of primary importance. As explained by Rojo, schools need to create practical opportunities for students to become effective meaning-makers by critically analyzing and reinterpreting the different discourses and meanings they receive or produce (29). In this sense, the concept of critical literacy seems more important than ever, since being a critical thinker is essential in our contemporary knowledge society. Critical literacy 2 (Freire, 1987; Luke, 2000; Luke & Dooley, 2011) basically refers to the competences through which cultural and social relations and political power can be transformed, by analyzing and using text (Luke & Dooley, 2011) . This is not a new concept and has been applied in many educational contexts, including second language learning environments. The relevance of critical thinking (and problem-solving) has also been emphasized on the Partnership for 21 st Century Skills, co-funded by the National Educational Association (USA) as one of the most important skills to be developed along with communication, collaboration, creativity and innovation, known as the 4 Cs (NEA 2). Therefore, the role of the school and education is to prepare the learners to engage in the communication, as critical producers and consumers, considering the increasing mediation of technology. Communication is at the core of the society and, as aforementioned, learning how to critically communicate using technology seems increasingly important.
In this scenario, the importance of the English language in the world is unquestionable. English has become more than ever the common language of the media, commerce, politics, the film industry, science, academia, and, undoubtedly, of the Internet, being used by different people around the globe. Crystal has estimated that there are currently in the world around five non-native speakers of English to one native speaker ("English" 37). In this sense, the role of the EFL teacher is to guide learners in the processes of communicating effectively using the different modes and media available to them. Additionally, since an increasing emergence of new Englishes has been seen (Cope and Kalantzis, "Introduction"; Crystal, English as a Global Language; Jenkins), linguistic and cultural issues are central in contemporary societies, which require the use of multiple languages and multiple Englishes for interactions in an increasingly technological world. of facilitating interaction among people by making it easier to add, edit, and share information on different platforms. At the conception of the Internet (that is, the traditional web, called Web 1.0), the creation and editing of content were mainly restricted to professionals who mastered the tools and had the necessary equipment to create and provide information online. In comparison, Web 2.0 brought about the possibility for almost everyone to become an author and/or an editor in digital environments. Therefore, whereas the great majority of users of the first generation were consumers of information, many have now become creators and developers. Interaction, mobility, and collaboration are important features of Web 2.0 and, as its social aspect can be considered its core, it certainly has crucial implications for education, and especially for language learning and teaching.
In this sense, many researchers have been investigating the influence of Web 2.0 in learning and how important is to integrate and get the best of it to enhance learning processes. It is argued, for instance, that it is pertinent for educators to understand the types of Web 2.0 tools available, as well as the resources and possibilities it provides (Bower; Redecker et al.) . Bower, for example, conducted a study in which more than two thousand links have been analyzed and reviewed from online archive sites, educational technology texts, online searches, and other papers on Web 2.0. The author identified a total of 212 Web 2.0 technologies for learning and teaching purposes and organized them in thirty-seven types, grouped into fourteen clusters. Additionally, another possible way to classify Web 2.0 tools and applications which might be useful to teachers and educators is using the revised taxonomy of the framework for categorizing educational goals, published by the educational psychologist Benjamin Bloom and his collaborators, which became known as Bloom's Taxonomy 3 . The revised version of Bloom's taxonomy was published in 2001 by a group of researchers (Anderson et al.) whose aim was to convey the dynamic conception of the cognitive processes by which thinkers encounter and work with knowledge. Therefore, the authors chose to use verbs and gerunds to label the categories and subcategories. This revised taxonomy is more closely related to the use of technology to promote certain learning processes and to achieve learning objectives.
There are different tools that can be used to integrate the Bloom's revised taxonomy with technology. In 2007, Churches revised the taxonomy again to include other descriptors, in order to relate the taxonomy with new digital tools, which would account for "new behaviours, actions, and learning opportunities as technology advances and becomes more ubiquitous" (3). Bustamante et al. further explain that the Web 2.0 offers students a great opportunity to become producers and not only consumers of information. In fact, the Internet promotes meaningful contexts which are essential for developing language skills, amongst many other abilities, by offering new ways of interaction and enhanced contact with authentic (and multimodal) texts. In this sense, it provides innovative ways to produce language and to make meaning (109).
Considering the role of the learner, it is relevant to mention that there is a general assumption that digital natives 4 (Prensky 1) are highly skilled in all new technologies. However, many studies on the subject have shown a predominant use, almost an addiction, to smartphones for social interactions. This means that learners have, in fact, rarely been using different digital platforms to promote and support their learning. Although many young students may come to the classroom already largely familiar with at least some new technologies, they are likely to lack the knowledge on how to not only make the most of online resources to improve their learning, but also on how to find reliable information on the Internet, how to fully and critically interpret the information they find, and how to successfully make meaning online. Therefore, the digitally literate person, as explained by Dudeney and Hockly, should know:
[H]ow to accomplish goals, but also understands why these goals are important, and what relationship they have with the wider world around them. Knowing how to use Facebook is a skill; knowing how to use it to build a community of like-minded individuals and to use that community for professional and personal development is a literacy. (117) It is possible to add, however, that building a community within social media that actually raises awareness of cultural and social aspects through the promotion of inclusion, democracy, and respect for diversity, is a type of literacy that is absolutely necessary nowadays and should be encouraged in schools.
It seems relevant to highlight that "understanding the role of culture within the language e -TEALS no. 8 ( being learned; and becoming part of a supportive learning community" (Healey 21 ) are also key factors. In this sense, it is likely that language teachers will need to be able to support the development of those elements (21). Therefore, educators should "assist in the transformation from practical, social use of technology to a more rigorous, pedagogical use" (Sansone qtd. in Dudeney and Hockly 116). Additionally, as explained by Bustamante et al. "[t] he role of the teacher is to find ways to capitalize on these skills and channel them into learning experiences that are real and engage the learners in problem-solving tasks that maximize critical thinking and creativity" (109). New technologies in general, and the Web 2.0 in particular, offer a great opportunity to enhance foreign language competences. In this sense, in order to better integrate the use of technologies with foreign language learning objectives, some studies (e.g. Bustamante et al.; Riepel; Yang) The communicative goal as described in the document issued by the ACTFL emphasizes three standards that are translated into three modes 6 of communication and that students are required to master in a foreign language:
• Standard 1.1 -interpersonal mode (focus on interaction made via oral or written communication); • Standard 1.2 -interpretative mode (focus on reading and listening);
• Standard 1.3 -presentational mode (focus on one-way speaking and writing) (National). By its own nature and purpose, the Web 2.0 focuses on social interactions and seems to provide significant tools and insights for both teachers and students, so that they can successfully achieve the interpersonal goal of communication. Text and voice messages, tweets, as well as instant messages are some examples of how to promote interactivity among students. At the same time, there are undoubtedly many options on the Internet to develop and work on interpretative communication, from widely-known online newspapers, encyclopedias, and blogs, to videos and podcasts. The challenge faced by teachers in general, though, is in adapting and preparing tasks relevant to their classroom. In this respect, the Web 2.0 seems to offer tools that aim to facilitate the teacher's job. Some applications (e.g. Screenflow and Camtasia) make it possible to create and edit videos by cutting them and adding text, sounds, and images to make them suitable for classroom use. Other tools, such as Snagit, can be used to capture screenshots, of any size, and add content as necessary. Therefore, audio and video sharing tools, multimodal tools, and file sharing tools (Bower) seem to offer many possibilities for teachers and students to promote this standard in the foreign language classroom.
Regarding presentational communication, new technologies are widely recognized for providing many different ways of presenting information, using not only verbal language, but also images, graphs, songs, and sounds. Therefore, it is essential to know how to articulate all these semiotic modes in order to make meaning. Additionally, interactivity is another fundamental aspect that students should take into consideration when creating and presenting messages. Feedback occurs almost instantly when posting on social media or when writing a blog, for example. Therefore, the roles of author and reader have changed a great deal, and in an educational setting, the Web 2.0 may offer a variety of options, especially for teachers to provide more efficient feedback, and for students to work collaboratively with other students from a variety of grades, schools, or geographical regions. Wikispaces, for instance, is a platform that promotes collaborative writing and allows students to keep track of their work. Another example is Storyboard That, as described in Bower's typology (8), which allows for the creation of comic-like stories, providing scenes, characters, images, and text. Summing up, based on the descriptions and discussions provided, it is possible to say that it is clear the Web 2.0 offers great opportunities and tools to enhance foreign language learning when wisely chosen and used.
METHODOLOGY
The aim of the study was to outline a general view of the use of new technologies in English classrooms of the third cycle and secondary education in Portugal, by taking into consideration a quantitative analysis with data gathered from an online questionnaire sent to a group of EFL teachers of the educational levels previously mentioned. Bearing in mind that the use of an online questionnaire may pose some limitations, after considering all the pros and cons, this method of data collection has been considered useful and optimal for the aim of this research. The platform used for the survey was www.freeonlinesurveys.com, which provides for the inclusion of different types of questions, namely: checklists; multiple-choice responses; ranking questions; and Likert scales. The questionnaire was designed so all the questions required an answer; thus, it was not possible for any question to be skipped. A link to the survey was sent by email to schools, directly to English teachers, and posted on social media websites, such as Facebook and LinkedIn. The Portuguese Association of Teachers of English (Associação Portuguesa de Professores de Inglês -APPI) was also contacted, and they kindly sent the link to other associates, which was of great help in the data collection.
The questionnaire was organized into three main parts: a) ethnographic information about the participants and also about the schools and the facilities where they teach; b) materials and resources teachers usually use in their lessons and their approach, and c) teachers' impressions and experiences of using technology in their lessons. In the following section, a discussion and an analysis of the data gathered from the questionnaire are provided. The data collected reveal that the age group most represented in the survey consists of middle--aged teachers over forty years old, who account for more than 50% of the respondents. On the other hand, the least represented age group is of teachers younger than 30 years old, who account for only 3% of the respondents. As per their teacher training, the majority of them (61%) concluded the Ramo de Formação Educacional 8 . These data seem to be consistent not only with the predominant age group in the survey but also with the laws governing the qualifications and training required for teaching: before 1988 teachers should complete the Profissionalização em Serviço; from 1988 to 2007 they were required to do Ramo de Formação Educacional; and from 2007 onwards, the requirement changed to Mestrado em Ensino, with the first course being offered in the 2007-2008 academic school year. These results may indicate, for example, that not only might it be necessary to develop pre-service training on technologies for education, but also that continuing in-service training is relevant in order to effectively include technology in the classroom.
Although it has been possible to collect responses from different parts of the country, respondents from Lisboa and Setúbal represent the main population of the study (27%), followed by teachers who work between the Douro and Minho regions (20%), Beira Litoral (14%), and the Islands (13%). In contrast, the Trás-os-Montes and Alto Douro region has the least number of representatives -only four respondents teach in this area, accounting for 3% of the total population in the study. Other regions have 10 or fewer respondents, corresponding to the following percentages: Alentejo (8%), Estremadura e Ribatejo (7%), Beira interior (5%), Algarve (5%). Aiming to investigate which resources are available at the schools where those teachers work, a list of the most relevant items was provided, and the respondents were asked to choose the ones that applied. Additionally, they could include other elements, if necessary. The results indicate that the overwhelming majority of schools (80-93%) have projectors (93% -the most common tool of all), Internet connection (89%), and computers in their classrooms (80%). Similarly, 72% of the respondents say their schools have a computer room. Interactive boards, although available in 57% of the schools, do not seem to be as accessible as computers. On the other hand, tablets are by far the least available items in schools, mentioned by only 16% of the teachers.
Therefore, as expected, in the great majority of schools where the respondents teach there are some digital resources available (namely, Internet connection, computers in the classrooms and/or computer room) which make it possible the use of technology in the EFL lessons.
b) Materials, Resources, and Approaches
Teachers were asked to indicate, from a list provided, which materials and resources they use in their lessons, as well as the frequency these items are used. In addition to more traditional materials -such as textbooks, audio, and video -other digital items -namely the internet for different purposes, digital textbooks and their resources, and electronic games -were also included. Additionally, teachers were able to add other items they would find relevant.
As expected, more traditional materials as textbooks, audio, and videos are the most frequently used resources by those teachers. Almost fifty percent of the respondents also indicate that they usually use the Internet for different purposes (e.g. to check dictionaries, encyclopedias, newspapers, magazines etc.). Digital textbooks and their resources seem to be gaining ground and slightly over fifty percent of the teachers point out that they always or usually use them. On the other hand, electronic games are at the bottom of the list as the item least frequently used in classrooms; 50% of the respondents claim to never use them. Traditional games and role-play seem to be the favorite play-like activities in comparison to electronic games; 20% of the respondents point out that those activities are usually included in their lessons, while 56% of them indicated that these activities are sometimes used. The use of electronic games could be effectively included during or after the lessons to stimulate learning in a more meaningful and playful way for learners. In addition to motivation, some studies (e.g. Dourda et al.; Ya-Hui, Yi-Chun, and Huei-Tse; Wu and Huang) have demonstrated that digital game-based learning can improve linguistic competences. In order to further investigate how these resources have been used, teachers were asked whether they believe they adopt a multimodal and critical approach to texts. In this sense, they were asked to indicate which semiotic modes they usually tend to explore with their students besides verbal language. As expected, in addition to verbal language, the semiotic mode most explored by teachers is images (92%), followed by gestures (64%), and sounds (58%). Less than half of the teachers indicate that they also explore layout and fonts (44%), and colors (45%). Based on the answers provided, it is possible to say that these teachers seem to be concerned with developing different perspectives about language and communication and that they acknowledge that a multimodal approach is fundamental in language learning.
In respect to critically approach texts, as expected, these teachers believe that it is of great importance to explore critical thinking in EFL classes. However, it is also possible to highlight two major obstacles indicated by the majority of them: students' confidence in expressing themselves in English and time constraints. Teachers' confidence in dealing with certain themes with their students was also pointed out by 20% of the respondents and should be taken into consideration as well. The data about critical and multimodal literacies demonstrate teachers do acknowledge the importance of these aspects, which are essential when dealing with digital texts in language learning.
c) Use of Technology
In this part of the questionnaire, the aim was to verify the use of technology in the classroom in relation to different aspects: communicative objectives, development of linguistic skills, and development of digital competences.
In order to verify the communicative objective teachers usually have in mind when using technology with their students, they were asked to rank, in order of importance to them, the statements numbered below. Those statements are related to the communication standards set by ACTFL, indicated in parentheses.
1. To make students engage in conversations, exchange opinions, and express feelings (interpersonal mode) (57%); 2. To make students understand and interpret written and spoken language on a variety of topics (interpretative mode) (47%); 3. To make students present information, concepts, and ideas on a variety of topics (presentational mode) (68%).
The majority of the respondents choose the order presented above. These results reinforce the emphasis placed on the development of oral communication and interaction, as expected. Unsurprisingly, the least important objective pointed out by those teachers (presentational communication) seems to be related to a more effective use of technology, where students would be required to know how to manipulate certain digital tools in order to successfully present their information in written or oral forms.
Additionally, in relation to the technological tools these teachers tend to use in their lessons, the results show that YouTube is the most popular tool, having been indicated as such by 88% of the respondents, followed by emails (78%); Google Docs (54%); Prezi (46%); Google Drive (43%); Blogs (42%); and text messages (39%). It is relevant to mention that YouTube would be more closely associated with the development of the interpretative mode of communication, whereas the other most popular tools indicated by the respondents would be more useful to develop writing skills, a presentational mode of communication, which is pointed out as the least objective those teachers have in mind when using technology.
Considering that teachers' responses indicate that technology is primarily used with the aim of making students engage in conversations, it would be possible to assume that YouTube would be used in the first place to perform a listening activity, that is, to develop the interpretative mode of communication and, on a second moment, to make learners engage in face-to-face conversations about the topic of the video. Therefore, although the primary objective these teachers have in mind is to develop speaking skills, technological tools might not be used as means to make students actually interact and talk. This first assumption can be further supported by the fact that Skype and WhatsApp, for example, which are tools that would more likely be used to further promote interpersonal communication, are indicated only by 12% and 10% of the teachers, respectively.
Additionally, the respondents were asked to indicate which ones of these skills: reading, listening, writing, speaking, and critical thinking and cultural awareness -they believe to be the most developed ones through the use of technology. Most of them point out listening as the most developed skill when using new technologies, followed by speaking. These figures seem to be in line with YouTube being identified as the most popular technological tool among those teachers. The indication of listening as the most developed skill may also support the assumption that YouTube videos are used for listening activities first, then, to make students engage in speaking activities.
Furthermore, and also in accordance with the results related to the learning objectives for using technology, writing is pointed out as the skill teachers believe to be the least improved when using new technologies. This fact is particularly interesting, especially because, although online communication often occurs via written texts, the different writing possibilities that emerge with the Internet do not seem to be emphasized in these particular educational settings.
Aiming to further verify teachers' views concerning other specific elements related to language learning, they were asked to indicate, from among five statements, which ones best reflect their opinion. The purpose of each statement was to specifically verify the relationship between technology and vocabulary expansion, technology and grammar consolidation and learning, technology and interdisciplinarity, technology and character education, and technology and cultural aspects. The answers provided indicate that 40% of the respondents believe that technology may have a positive impact on all the areas mentioned. Vocabulary expansion and cultural aspects are the areas that most teachers (65% and 64%, respectively) believe to be better developed with the use of new technologies. Interdisciplinarity is indicated by 48% of the teachers as being positively impacted by digital tools, and only 32% of the respondents believe that grammar is better learned through technology. The area which respondents believe is less improved by technology is character education. This fact may suggest that an effective development of digital literacy could possibly also help develop some aspects of character education in the EFL classroom, as some issues related to Internet etiquette (also named 'netiquette'), online safety, and copyright are related to character education as well.
In order to verify if some general aspects of digital literacies tend to be addressed in the EFL classrooms analyzed, the respondents were asked to indicate how often they focus on the following aspects with their students: Internet etiquette; Internet safety; cultural and ideological issues; and characteristics of different digital texts. According to the results, Internet safety issues seem to be the most important item for this group of teachers; 45% of them indicate that they always explore safety aspects with their students. Unsurprisingly, cultural and ideological e -TEALS no. 8 (2017) items are also a relevant element; they are indicated as usually explored by 51% of participants, while 32% indicate Internet etiquette as usually explored, and 35% indicate that characteristics of digital texts are sometimes explored. Therefore, exploring the characteristics of different digital texts seems to be the item least explored, with only 16% of teachers pointing out that they always explore such features, and 33% as usually doing so. Finally, in relation to a general view of technology these teachers have, the data collected demonstrate that in addition to increasing students' motivation, the respondents believe that technology may help their pedagogical work and help improve students' language skills. Furthermore, although they recognize that digital tools require extra work and time, the benefits of integrating technology into the EFL classroom seem to compensate for the effort.
Final Comments
Various initiatives and standardization documents in the European Union and in Portugal have been emphasizing the need for developing digital competences in education. In this sense, including an effective use of technology in English language classrooms seems of great and immediate importance. However, as above mentioned, this integration should be done in a consistent and meaningful way in order to achieve learning and communicative objectives, promote inclusion and critical thinking and develop linguistic skills. A multimodal approach, for example, is crucial for the development of multiple literacies, especially concerning critical and digital literacies. In this sense, it is not surprising that the adoption of the concept of a multiliteracies approach is listed as an action to be taken so as to meet the objectives of INCoDe.2030 -an initiative launched in March 2017 by the Portuguese government that describes the digital competence goals to be achieved in Portugal between and 2030 (INCoDe.2030 .
Furthermore, the importance of developing digital literacies is also highlighted in the reports entitled Digital Competence Framework for Citizens (DigComp) Additionally, it is worth mentioning that the European Commission issued a provisional update of the Common European Framework of Reference for Languages (CEFR), in September 2017, in which online interaction has been emphasized. Among other justifications, the framework states that some properties in online interaction cannot be captured in the traditional competence scales, as it is pointed out "[f]or instance, there is an availability of resources shared in real time. On the other hand, there may be misunderstandings which are not spotted (and corrected) immediately, as is often easier with face-to-face communication." (CEFR 93). It also states that "[o]nline conversation and discussion focuses on conversation and discussion online as a multi-modal phenomenon, with an emphasis on how interlocutors communicate online to handle both serious issues and social exchanges in an open-ended way" (93). Therefore, the effective and meaningful inclusion of technology in EFL classroom is essential. In this regard, since the English syllabi for the third cycle and secondary education in Portugal do not include any specific guidance on the use of technology, an update to provide teachers with clarification seems extremely urgent.
Although it has been possible to verify, based on the data collected, that teachers who participated in this survey seem to use the Web 2.0 and new technologies in their lessons, further research is necessary to establish a more detailed picture in order to verify if technology has been actually used in more innovative ways or just as a different way to apply a more traditional pedagogy. For instance, further studies are required to understand how technology has actually been used to make students engage in conversation. In order to confirm or not the assumptions made herein, it would be relevant to verify if digital tools have been employed as input to stimulate conversations, or if they have also been employed to actually communicate. This would mean using tools like Skype or Hangouts to chat, instead of just presenting an online video or a website article with a topic of discussion to encourage students to engage in face-to-face interactions. Additionally, it seems that local studies, especially in the areas with least representatives, would be necessary to establish more accurate data about the resources available in schools in different parts of the country. Furthermore, it is relevant to mention that as a descriptive study, the data collected and the comments discussed herein do not intend to represent the total English teacher population working in the third cycle and secondary education. However, it is expected that the results and conclusions drawn from this survey may indicate some tendencies towards the use of technology in EFL classrooms in Portugal and may contribute to developing further studies in the future. It is expected, however, that the study conducted (Cardoso) may be viewed as a stepping-stone for future research on technology use and how a multiple literacies approach could be applied in the EFL classroom.
Summing up, as technology is a part of contemporary society and an indispensable resource for communication, it is impossible to ignore its function in educational settings in general, and in language and EFL classrooms, in particular. In this regard, it seems of crucial relevance to provide teachers with suitable guidance, training, and materials, so that they can benefit from digital resources and be able to better integrate them into their pedagogical practice, focusing on easily achieving the learning objectives. 
CONCLUSION
This article was based on a study on multiple literacies and Web 2.0 in English as a foreign language (EFL) classroom (Cardoso) . The research involved a survey conducted with English teachers of the third cycle and secondary education in Portugal through an online questionnaire. The aim of this article, therefore, was to present the most relevant data collected from the survey along with a brief discussion on the results. The article has been organized into four main parts: a brief theoretical background on multimodality, multiple literacies and the Web 2.0 and its implications for learning; a description on the methodology of the study; a discussion of the data gathered from the survey; and finally, additional comments along with a brief presentation of some documents and initiatives supporting the use of technology for learning in European Union and Portugal.
It has been concluded that although it is evident that the group of teachers who participated in the survey tends to use at least some Web 2.0 tools and, even though most of them stated that they usually adopt a multimodal and multiliteracies approach to texts, it is not clear how they actually do that. Notes 1 Reading path refers to the order that is necessary to follow in a text when we read it (Kress, Literacy 3). The reading path of a written text is usually rigid, and the reader does not have much freedom against this order. As pointed out by the author, it is also possible to create a reading path in images; however, it is more open than the one set by writing, and it is possible to adopt different "paths" when reading an image.
2 Critical literacy and critical thinking are closely related terms but are not exactly the same. Considering critical thinking, it is more related to the attempt to read a text considering different views and without being biased and prejudiced. Critical literacy, on other hand, is based on the fact that all texts convey knowledge and power-related ideas, therefore, questions related to the author, the audience, the purpose and the 'hidden' messages should be approached when reading a text (McInulty 2013) . In this study, however, these terms have been used interchangeably, since in the questionnaire sent to the English teachers the term 'critical thinking' has been used for simplicity reasons and because no further theoretical information was provided. 
